3 easily observed (Achenbach et al., 1987; Gagnon et al., 2007; Hinshaw et al., 1992; Merrell, 2002; Winsler & Wallace, 2002) . Finally, there is a higher informant agreement for problem behaviors than for social skills (Winsler & Wallace, 2002) .
Low inter-rater agreement indicates that ratings on problem behaviors may be substantially different depending on whether the informant is the father, the mother, the teacher, or someone else (Culp et al., 2001; De Los Reyes & Kazdin, 2005) . Nevertheless, the idea that different informants (e.g., parents, teachers, professionals, the child and peers) should be used in the assessment of children is well established (e.g., Achenbach, et al., 1987; Grietens et al., 2004; Kamphaus & Frick, 1996; Treutler & Epkins, 2003; Winsler & Wallace, 2002) . The recommendation to collect information from different perspectives is based on the knowledge that differences in child (e.g., gender, age), parent (e.g., educational level, psychopathology), and family characteristics (e.g., number of siblings, family status) (De Los Reyes & Kazdin, 2005) , as well as the setting in which the behavior is observed (e.g., home and school) may affect the ratings that are made (De Los Reyes & Kazdin, 2005; Gagnon et al., 2007; Hay et al., 1999; Merrell, 2008; Strickland et al., 2012) . As far as the child and informant variables are concerned, inconsistent findings have been the rule rather than the exception, suggesting the need for further investigation (De Los Reyes & Kazdin, 2005) .
Unfortunately, most of the studies that assess parent-teacher agreement are in reference to school age children, leaving this issue poorly clarified for preschoolers (Grietens et al., 2004; Gross et al., 2004; Rescorla et al., 2012; Strickland et al., 2012; Winsler & Wallace, 2002) . The present study aims to give a contribution to this field by exploring parent-teacher agreement for a large representative sample of preschoolers.
Why does informant agreement matter? Low parent-teacher agreement, if not well understood, casts a shadow of doubt on the reliability and validity of an assessment based on responses from any one source. It is well known that ratings of behavior by caregivers, such 4 as parents and teachers are influenced by individual differences between sources caused by reasons such as stress, personality differences. Such findings may lead to the exaggerated belief that ratings of parents and teachers are so contaminated by these factors that they say more about the raters than the child. This is a simplistic understanding of source disagreement. Disagreements between informants may be an outcome of observing the child in different settings (e.g., parents and teachers), differences between informants in the manner in which they interact with the child (e.g., mothers and fathers may elicit different behaviors from the child), or perceptions of the same behavior may differ due to values differences among raters (e.g., parents may value assertive behavior on the part of the child, while some teacher may feel this behavior is disrespectful) (Renk, 2005) . In each of these cases, ratings may be perfectly reliable and valid, although different. Understanding the factors that affect rater perception makes it clear that there is no single gold standard for the source of ratings.
Based on this understanding, many authors (e.g., Renk, 2005) recommend the use of several informants from different settings to overcome rater differences. However, this raises other issues. One issue is whether to aggregate the ratings from different sources. Further, if aggregation is seen as desirable, how should it be done? Should raters in the home be aggregated (e.g., fathers and mothers) and compared to ratings in the schools (e.g., two teachers), or should all ratings be aggregated (parents and teachers). Achenbach et al. (2008) have pointed out some of the limitations of aggregation of ratings. They argue that informant disagreement is as instructive as agreement, and cannot be assumed as an error. Such differences may justify the need to have distinct intervention strategies at home and in the school or with different individuals in either setting (Achenbach et al., 1987; Culp et al., 2001 ).
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Despite individual differences that affect perceptions, parents have some advantages over other sources of information on child behavior since they spend more time with the child than anyone else, and have observed the behavior of the child across time and across situations (Culp et al., 2001 ). Moreover, they are often in a good position to offer unique information about the child's life history, present difficulties, and external factors affecting the behavior (e.g., a death in the family).
Although teachers are well prepared to be informants about the child's academic competencies (Mashburn, Hamre, Downer, & Pianta, 2006) , their perceptions about socialemotional functioning has not always been considered relevant in the past (Kamphaus & Frick, 1996) . Nevertheless, the growing number of children attending preschools and the amount of time spent there draws attention to the importance of considering teacher and aidteacher perspectives on the assessment of social-emotional behavior of children in this age group (Hinshaw et al., 1992; Rescorla et al., 2012) . One of the reasons contributing to the increased interest in the teachers' perspective has to do with their experience, practice and opportunities to observe the child across time and social situations (e.g., classroom, playground), offering them access to information about the child that may be unavailable to parents (Kamphaus & Frick, 1996) . Second, unlike parents, teachers have the clear advantage of being able to observe a large sample of children (the class) with whom they can contrast the child's behavior (Grietens et al., 2004; Kamphaus & Frick, 1996; Mashburn et al., 2006; Strickland et al., 2012) . Finally, they can observe the child for longer periods in interaction with peers, which gives them access to a unique set of data regarding the child and his/her social behaviors (Mashburn et al., 2006) . For preschoolers, teacher perceptions are particularly important in the identification/validation of problem behaviors, since for this younger age group the diversity of noncompliant and aggressive behaviors is quite broad. Typically, inter-rater agreement is assessed by correlating the ratings of two types of raters (teachers and parents) across a group of children. This method determines the extent to which the rank ordering of individuals in the group by two types of raters is the same. A different way of addressing this issue is the analysis of differences in scores between different sources (De Los Reyes & Kazdin, 2005) . This approach to the analysis of source discrepancies focuses on mean difference between types of raters (De Los Reyes & Kazdin, 2005; Treutler & Epkins, 2003) , information that the typical correlation analysis cannot detect. These two methods of comparing informant ratings often produce substantially different outcomes (De Los Reyes & Kazdin, 2005; Treutler & Epkins, 2003) . (2012) analyzed data for 7,380 preschoolers from 13 societies using the ASEBA preschool forms. The authors found a modest mean cross-informant agreement and that despite distinct language, religion, or cultural values, a similar cross-informant pattern was found across societies; the mean of Total Problems score was significantly higher for parents than for caregivers/teachers.
The purpose of the present study is to examine parent-teacher agreement on ratings of preschoolers' social skills and problem behaviors and to provide additional evidence of reliability to the Portuguese version of the Preschool and Kindergarten Behavior ScalesSecond Edition (PKBS-2; Merrell, 2002). We predict that the level of agreement between home and school settings will be low to moderate. Further, we hypothesize that parents and teachers will be more in agreement for externalizing than for internalizing problem behaviors.
In addition, discrepancies between parents' and teachers' ratings will also be studied, with the expectation that parents will rate their children as having more problem behaviors than teachers. In order to explore the impact of several variables on informant agreement, analyses will be replicated for child (gender) and parent (mothers' educational level) characteristics.
METHOD

Participants
The Portuguese normative sample of the PKBS-2 was used in the present study. The sample consisted of 1,000 preschoolers rated both by parents and teachers. A random sampling plan was used stratified by child gender (n = 500 for boys and for girls) and age (n = 250 for 3, 4, 5 and 6 years old), with a mean age of 4.50 years (SD = 1.12). In addition, the sample was stratified for type of school (58, 16 and 26% for public, private, and social 8 assistance, respectively), school location (by regions of Portugal) and community size (i.e., urban, moderately urban and rural), with children randomly selected within these strata.
Stratification was based on data available from the Portuguese National Institute of Statistics (INE) and the Office of Statistics and Planning for Education (GEPE).
Parent sample. Parents' ratings were provided mostly by mothers (83%), with 12%
coming from fathers, and the remaining 5% completed by parents jointly or by another informant such as grandparents. Information was available regarding the educational level for 795 of the 834 responding mothers: 19% had completed less than the national compulsory 9 years (basic school), 29% had completed basic school, 30% had received a high school diploma, and 22% had a higher level of education.
Teacher sample. Preschool teachers provided ratings of 875 children (87%) and primary school teachers provided ratings on 125 (13%) children (at age 6, children may attend preschool or the first year of primary school depending on their birth month). Teachers rated an average of eight children each (range 5-15). Of the 131 teachers who provided ratings, 129
were female. Professional experience ranged from 1 to 35 years, with most teachers having more than 5 years of professional experience.
Instrumentation
The PKBS-2 (Merrell, 2002 ) is a North American behavior rating scale designed to assess social skills and problem behaviors for preschool children. Anxiety/Somatic Problems). The same set of items is used for parents, teachers or other raters from home and school settings, with items rated on a four-point Likert scale (from 0 "never" to 3 "frequently"). The psychometric properties of the PKBS-2 are documented in the manual, which presents several studies for reliability (e.g. internal consistency, temporal stability) and validity (e.g., construct, convergent and divergent validity) (Merrell, 2002) . Despite some limitations (e.g., overrepresentation of boys in the standardization sample), Allin (2004) recognized the PKBS-2 as a user friendly test and a useful tool for preschoolers' social, behavioral, and emotional assessment, based on sound theoretical and psychometric evidence.
All the efforts were made in order to keep the wording of the PKBS-2 items as similar as possible from the original, with some adaptation to the Portuguese language, so that the meaning of culture-specific items was not lost by literal translation (van-Widenfelt et al., 2005) . The process of translation/adaptation to the Portuguese language and back-translation was completed following permission granted by the PKBS-2 author and editor. Item analyses, as well as evidence of reliability and validity were documented for the Portuguese version (Major, 2011; Major & Seabra-Santos, 2014 and Internalizing Problems) were found. Consistent with findings from the original PKBS-2 factor structure, second order factor analyses led to the development of five supplemental subscales (Major, 2011) .
Procedure
Once authorization was obtained from the National Data Protection Commission, principals from several schools from all over the country (randomly selected) were approached. After the principals permission was obtained, teachers from 64 schools were contacted by the researcher. Children were randomly selected based on the classroom list and recruited depending on parental consent as well as the following criteria: age between 3-6 years old (ages for which the PKBS-2 were specifically developed), one Portuguese speaking parent (who could understand and rate the items), no motor impairment (the child may have a distinct approach to peers due to such condition) and attendance of the recruited school for at least 3 months (this is a request to rate the PKBS-2, so that the teacher has had a minimal time of interaction with the child). Parent and teacher participation was voluntary. All questionnaires were collected in collaboration with teachers, who served as mediators in the communication between the researcher and parents. A predetermined number of cases were collected from each school. Questionnaires were given to teachers and a packet containing the parent consent form, a document explaining the goal of the research and a questionnaire was sent home. Teachers were only allowed to complete their questionnaires after parents returned 11 the packet and agreed to participate. The return rate was 88% for parents and 100% for teachers; that is, after obtaining parental consent, none of the teachers refused to participate.
Data Analyses
Inter-class (Pearson rs) and intra-class (ICC, for inter-rater reliability) correlation coefficients were calculated to determine parent-teacher agreement for each of the PKBS-2 scales and subscales. Besides bivariate correlations (Pearson coefficient), the ICC has been used as a measure of rater reliability for quantitative data (Chen & Barnhart, 2013) as it represents a useful index for cross-informant agreement (e.g., Langberg et al., 2010) .
Furthermore, for a more general approach, the mean correlation was also calculated according to Fisher's r-to-z transformation. In order to analyze the discrepancies between parent and teacher ratings, mean scores were examined and differences were tested via paired-sample t tests. This approach was used once it provides a distinct perspective on the informant agreement from correlation analyses, while comparing scales and subscales scores for parents and teachers. Effect size statistics were provided by the Eta Squared statistic, classified according to Cohen's (1988) guidelines (small = .01-.05, moderate = .06-.13 and large ≥ .14).
Lastly, analyses were replicated for PKBS-2 total scores (Social Skills and Problem
Behaviors scales) based on the child's gender, and three levels of mothers' education (only for mother ratings). teacher ratings (r = .32, p < .01).
RESULTS
Insert Table 1 As shown in Table 1 , when considering child's gender and mothers' educational level, the same pattern of results is found: low to moderate correlations and higher agreement for externalizing problem behaviors. Although correlations are quite similar for boys and girls, agreement tends to be higher for boys with respect to social skills (Cooperation/Social Adjustment and Social Interaction/Empathy) as well as for some externalizing problems (Anti-Social/Aggressive and Over-Activity/Lack of Attention). When taking into account the 795 mothers for whom educational data were available, there is a trend towards a higher agreement between parent-teacher when mothers had completed a higher level of education (see Table 1 ).
When analyzing mean differences in the total sample (see Table 2 ), all the differences between parent and teacher ratings are statistically significant. Parents systematically rated their children in a more positive direction with regard to social skills than teachers, but in a more negative way for problem behaviors. The only exceptions are for the Cooperation/Social Adjustment subscale and for the Social Withdrawal supplemental subscale, with lower ratings by parents than teachers. Although some of the effect sizes are low (.01 for four PKBS-2 scores), many differences are sizeable (between .08 and .36), with the largest effect occurring for the Opposition/Explosive supplemental subscale.
Insert Table 2 When conducting the same analyses (only for total scores) for child's gender and mothers' education, the same pattern of results occurred for the total score of the Problem Behaviors scale. That is, children are rated by parents more negatively than by teachers, with 13 all differences being statistically significant and of moderate to large effect sizes (η 2 =.08-.22). However, for the total Social Skills scale it is only for boys and for children with higher educated mothers that the differences between ratings reach a statistical significance with small effect sizes (η 2 = .03).
DISCUSSION
Considering parents and teachers as the main informants for preschoolers' socialemotional assessment (Strickland et al., 2012) , we analyzed a nationally representative sample of children using two approaches proposed by De Los Reyes and Kazdin (2005): agreement (correlations) and scale-score discrepancies (mean comparisons). Correlation analyses provide evidence of modest parent-teacher agreement, a finding that is consistent with the literature (e.g., Achenbach et al., 1987; Gagnon et al., 2007; Grietens et al., 2004; Gross et al., 2004; Merrell, 2002; Winsler & Wallace, 2002) . Parent-teacher correlations did not change substantially when analyzed separately for different child and parent variables. Compared with the results from the classical meta-analysis of Achenbach et al. (1987) , the mean correlation of .32 obtained for the parent-teacher agreement in this study was quite similar to the mean coefficient of .28 obtained by Achenbach and colleagues across multiple settings.
Several reasons may explain why parents and teachers have such low correspondence in their rates of social-emotional functioning. One reason is that parents and teachers view behavior in different settings with distinct contextual demands (academic vs. family) (Strickland et al., 2012) . The preschool classroom (group setting) is a social environment containing a number of same-age peers, while home environment (family setting) seldom includes a number of same-age peers. Second, because of its group structure and demand characteristics, where learning is the focus even for younger children, the environment in the classroom is quite different from that experienced by children at home. Third, children's interaction with teachers may differ from their interaction with their parents due to several 14 factors, including the personality or general interaction style of the caregiver. Finally, parents and teachers may have different degrees of tolerance for some behaviors. This may occur, in part because parents may be less familiar with behaviors that are considered developmentally appropriate (Strickland et al., 2012) . Thus, these kinds of differences may create divergent perspectives concerning the child's behavior.
Results also replicate the literature review (Achenbach et al., 1987; Gagnon et al., 2007; Hinshaw et al., 1992; Winsler & Wallace, 2002) indicating that correlations for parentteacher agreement are higher for externalizing problem behaviors, than for internalizing behaviors. This difference in the level of agreement, also observed for the Externalizing and
Internalizing supplemental subscales, may be explained by the high visibility and annoyance caused by problems such as over-activity or aggressiveness, compared with behaviors related to social withdrawal or anxiety. These results are very similar to those obtained for the original PKBS-2 studies (Merrell, 2002) . Furthermore, consistent with the findings of Touliatos and Lindholm (1981) who found higher agreement coefficients for the boys, our results indicate that boys may elicit higher levels of inter-rater agreement on externalizing problem behaviors. As noted by Berg-Nielsen et al. (2012) , parents and teachers may be more aware of boys' misbehaviors while they are more tolerant with girls, not only because it is expected that boys have more problem behaviors than girls, but also more externalizing ones, such as aggression. On the other hand, the higher parent-teacher agreement found for mothers with a higher educational level may be due to a better knowledge of child development and more adjusted expectations that are more similar to those of professionals.
When mean differences were examined, parents assign higher mean ratings on all the Social Skills scales (except for Cooperation/Social Adjustment, rated highly by teachers) and Problem Behaviors scales (except for Social Withdrawal). Thus, when compared to teachers, parents over-rated both the positive and the negative attributes of their children's behavior.
While analyzing the differences by disaggregating the sample according to the children's gender and the maternal level of education, the same pattern of parent ratings that had been seen in the total sample was observed, but only for the Problem Behaviors scale. For the Social Skills scale, modest effects were found for boys (rated by teachers with lower levels of social skills) and for children of higher educated mothers (rated by these mothers with higher levels of social skills).
Overall, these results are consistent with the general literature on parent-teacher agreement which indicates that parents rate their children as exhibiting more problematic behaviors than informants from the school setting (e.g., Culp et al., 2001; Gross et al., 2004; Rescorla et al., 2012; Winsler & Wallace, 2002) . The present study, while providing evidence of the reliability of the Portuguese version of the PKBS-2, highlights some issues related to the use of translated behavior rating scales. Consistent with current thinking about cultural-specificity (van de Vijver & Hambleton, 1996; van-Widenfelt et al., 2005) , the Portuguese version is not just a literal translation of the PKBS-2. Attention was given to the meaning of the items by experts in child psychological assessment and the subscales labels were adapted to become more All these findings have significant clinical implications for the assessment of preschool children. Although parents and teachers are the most requested informants for the social-emotional assessment of younger children, some level of disagreement is to be expected. Their different perspectives should be considered useful and are likely to provide valuable information not only about the child, but also about the adults themselves (Hay et al., 1999) . Thus, while integrating information in clinical practice, and in order to gain a broader understanding of the child's social-emotional behaviors, the professional has to take into account the unique perspective of each one of the informants, while also considering the characteristics of the child and the settings in which behavior is observed.
The present study also documents inter-rater agreement of the social-emotional assessment of preschoolers using the Portuguese version of the PKBS-2. Further, the study contributes to the limited literature on inter-rater agreement for preschool children (Myers, 2013) . Despite the strengths of this study, including a large national community sample of preschoolers, one limitation is evident: the current home sample was mostly composed by mothers' ratings. This could be an important limitation since it has been noted that mothers usually rate their children with more problem behaviors than fathers. Nevertheless, the lower participation of fathers in studies of this nature is common (Merrell, 2002; Treutler & Epkins, 2003 ).
Some future directions should be considered. First, the perspective of fathers should be more systematically integrated. Also, further research is needed to examine the impact of child, parent and teacher characteristics (e.g., teachers' experience) on inter-rater agreement.
This question might be addressed using a more complex approach, such as hierarchical modeling analysis, to explore the contributions of several specific variables on child's positive and negative behaviors. It could prove useful to have parents and teachers observe the same behaviors in a laboratory situation. This might illuminate differences in perception when viewing the same behaviors.
More than 20 years after the meta-analysis presented by Achenbach et al. (1987) , the idea of understanding the perspective of different informants is still a pertinent issue in preschoolers' assessment (Berg-Nielsen et al., 2012) . The present paper suggests that, even if parents and teachers may not view the child's behaviors exactly the same way, they are still talking about the same child and they should be recognized as essential informants to understand preschoolers' social-emotional behaviors. 
